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*Self Planned Learning

One of the most important implications for

professional adult educa*ors drawn from this review of the literature
(emphasizing seven research studies which focus on the individual
learner) stems from the increasing evidence that adults plan a great
deal of learning for themselves without any assistance or
intervan+ion from professional adult educators. The studies indicate
+ha* an adult's learning project is a specific, personal, and
individualized effort. The need of reliable subject matter resources
for self-planned learning projects challenqges the adult educator to
increase the diversification in "packaging" subject matter (e.qg.,
tapes, cassettes, single topic newsletters, television) for
irdividual learning projects. Learners perceived, probably
accurately, that group learning did not fulfill personal goa;s.
Current education models must change; new techriques for building
learner goals into group learning activities must be explored. People
engaged in self-planned learning need and want help with their

learning.

How will coordinating mechanisms be formed to provide thz

necessary counseling, resources and referrals? Fature studies must
focus on the major areas and issues of self-planned learning.

(Author/AJ)
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Tntroduction

Adult education Las a large body of résearrl findings about participation.
Most of these studies, however, are studies of acults who participate in, insti-
tutionair programs. Adult ddecators }ually know very little about participa-
tion in adult learning activities from the individual learner's standpoint--
how much time he spends at learning, what and why he learns, how he learns,
where he learns, and what welp h. obtains to assist him in his 1earningl Nor
is very much known about tihe adult education delivery system and its inadequa-

-

cies. 3

It is only receﬁtly:that participation studies have focused on the indi-
vidual who is engaged in learning. Data from these studies have resulted in
observations and implications which are by no means trivial. One revealing
part of these sEudies was the fact that almost 70 percent of the learning
activities undertaken were self-planned outside the institutional framework of
adul* education. ‘lhe high incidence of self-planned learning raises serious

pol..y questions coacesning the future of adult education.

i'indings from studics with an
institutional focus

Participgtion studies with an institutional focus have most often taken
the form described as "ciientele analysis." This type of study consists of
a description of the characteristics of the participants in adult education
rrograms of one or more agencies in comparison with the characteristics cof
the gcneral population who could potentially be served. The characteristics
frequently used for comparison include sex, age, cmployment status, level of
occupation, level of income, marital status, family status, and place of

residence.

Numerous studies™of this kind have been conducted throughout the country,

and out of them has emerged a fairly consistent profile describing the parti-



cipant in adult c¢ducation programs. Houle summavized clientele analysis

studivs with thest general conelusions:
. 3
In general, high income groups are more likely to take part in

educational activities than low income groups. Participation is
also positivelv related to the size of the community, the length of
residence in it, and the number of different kinds of educational
activity available. People with certain nationality or religious back-
grounds are more active than those with other backgrounds. Age is
important; the very young adult seldom takes part, but there is a
sharp upturn in the late twenties, a fairly constant level of activity
until the age of fiftv, and a decline afterward. Married people parti-
cipate more than single people, and families with schoolage children

. more than familivs'without them. Many more professional, managerial,
and technical people take part relative to their number in the popula-
tion than do people from other ocrupational groups; next in signifi-
cance are white collar and clerical workers: then skilled laborers; and
lastly unskilled laborers. But the most universally important factor
is schooling. The higher the formal education of the adult, the more
likely it is that he will take part in continuing education. The
amount of schooling is, in fact, so significant that it underlies or
reinforces many of the other determinants, such as occupation, size of
community, length of stay in it, and nationality and religious back-
ground.

One outcome of clientele analyses has been generalizations concerning
the participatirn patterns of various subgroups within ﬁhe population, and an
accompanying tendeacy to expect all members of a particular subgroup to
eoxhibit similar patterns of behavior. Thus persons with a low level of edu-
cation are usually th&ught of as being nonparticipants, while it is assumed
that persons with a high level of education generally exhibit high partici-

pation rates.

while such generalizations regarding participation patterns undeniably
had a basis in fact and might be useful for broad descriptions of the behavior
of various groups, thcy had several limitations. One such drawback was the
endency to lose sight of the differences within groups while focusing major
attention on the diffcerences among groups. Within the less educated group
there were people who did participate; similarly, among the better educated

there existed people who did not participate. As indicated, these people
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tend to be ignored in discusﬁions of participation.

lue clientele analyses studies had another limitation in that they - . _
deélt with single actions »f individuals, not with their whole patterns of
learniag effort. Alse, si-ce every adult educat .on institution was developed
in terms of moré or less explicit conditions that limited its clientele, par-
ticipation studies from th: institution point of view were not much more than

countings of those who participated in the programs.

Brunner2 cited the need for rescarch :hat.tuok as its starting point not
the act of participation buat tre participant. Houle further challenged adult
educators bv stating that the theory and practicz of adult education wouid
not progress very far until they were bzsed on an 1derstanding of how mature

2
people approach the tasks and opportunities of adulthood.”

-

Findings from studies which .
focused on the individual learner

Houle4 is credited with having done the first study thlat focused on the
individual's whole pattern of educational effort. His basic thesis was that
the desire to learn, )ike every other human characteristic, is not shared
equally by everyone. This thesis was upheld in his findings. From bis
results, Houle proposed a theoretical typology defining three major ideal
types of participants in continuing education according to their learning
orientations. Cautioning that these were not pure types, Houle classified
continual learners as (1) goal-oriented: those who use education as a means
of accomplishing clear-cut objectives; (2) activity-oriented: those who
utilize adult education as a means of satisfying sociai needs; (3) learning-

oriented: those who seek knowledge for its sake.

14
Sheffield, Ingham, and Litchfield,” using different techniques of
measurement, attempted to devise a meaningful scale on which the total educa-

tive activity of given individuals zould be measured. Each investigator



aerchg a4 total score of vducational participatien for cach person studicd.
*
The scores were bascd on an individual's sclf-reporting of his actual per-
tormance in activities judged to be undertaken for purposes of education.
Litchfield concluded that:
There no longer appears to be any validitv in the belief, long
held by many adult educators, that there uare participants and non-
participants in adult education. All men and women partake of adult

education to some cxtent. The focus now must be upon questions of
the degree «nd kind of that participation.

One of the most comprehensive studies focusing on the educational
pursuits of American adults was a national survey7 conducted by the National
Opinion Research Center. Among other things, this study found the phenomenon
of self-teaching was quite common among adults--this type of activity had
never before been extracted from a national sample of the population. an
estimated nine ﬁillion adults in the United States carried on at least one
self~instruction project during the year preceding the interview. The authors
stated that the incidence of self-instruction among adults was "surprising"
and "much greater than anticipated." Tney suggested that "the category may

s . . 8
well represent the most overlooked avenue of activity in the whole field.'

Johnstone and Rivera did not specifically define the concept independent
study--it was referred to as "trying to -teach yourself something on your own."9
They also used independent study interchangeably with self-education and self-

instruction.

The Johnstone and Rivera study estimated that approximately one person
in five had been active in some form of learning during tie twelve-month
period just prior to June, 1962. Of all adults who reported at least one
educational activity during the year, approximately 8 percent had engaged in
independent study.10 When people wetre asked whether or not they had ever
enéaged in independent study since leaving school, 38 percent recalled at

least one occasion on which they had tried to teach themselves something on



) 11 . .
their own. This represented a substantial number of adults who had engaged

in learning something on their own after leaving school.

Certain typcs of “subject matter were frequen:ly self-taught wherzas
others were not. When all the seli-taught subjecis reported by the inter-
viewees were classified, the category most frequenti§"séif—fiﬁght“concerned
the area of home and family. Fiity-nine percent »f the learning efferts in
this area were self-taught rather than learned by some other method. Forty-
three percent of the courses and projects in hobbies and recreation were
self-taught, as were 40 pcrcent in general education, 30 percent in personal
development, 25 percent in vocational subjects, 23 percent in public affairs,
and 13 percent in religion.12 A more detailed analysis of 49 types of subject

matter found that at least 80 percent of all courses in technical arts and

hobbies, gardening, and home improvement skills were self—taught.l

The incidence of independent study might well have been greater than
was reported in the Johnstone and Rivera study. 1t is important to note that
while all courses that involved instruction were recorded in the interview,
the inventory only had space to record two subjects for independent study,

although undoubtedly some people studied more than this on their own.

The irterview question on which independent study statistics were

based was w rded thusly:

Up to this point, we've been talking about enrollment in courses
and attendance at classes. During the past twelve montlts, have you
tried to teach yourself some new subject matter or skill by means

of independent study on your own?l4

The interviewer merely accepted and recorded a response of "yes" or "no."

No attempt was made to apply, or explain to the interviewee, any criteria for
deciding whether a particular example of learning should or should not be
included. Interviewers merely asked one general question--they did not
explain the question, encourage the respondent to consider various possible

examples of his self-teaching, nor probe into the meaning of “is responses.



No additional information was collected concerning the learning materials and
methods employed in selt-tcaching. Thus, many gaps still remained to be

filled by other researchers.

Resinning with Allen foush's work in 1965, a systematic - quiry of the
self-learner began to cmerge. Tough has probably pursued the study of selt-
plann.d learning morc than any other single adult educator. He defines scif-
planned learning as a person's deliberate attempt to learn some speéific
knowledge and/or skill where he himself assumes primary responsibility for
planning not only the why, but also the what and how to learn, when to learn,
and where to learn. He may include a course as part of the total learning
effort or seek materials or advice from an educational institution;_but he
retains the control of and responsibility for deciding what resour%bé and

e e ) 15
activities to use each time.

Tough's docto:al researchl6 focused on the behavior of adults while
planning their own learning projects. Tough found that an adult can indeed
perform the teaching tasks for himself and that he seeks help from a variety
of sources while undertaking self-planned learning. A further study of the
major reasons for beginning and continuing a learning project17 has provided
greater insight into an adult's conscious motivation at the time he begins a
deliberate sustained effort to learn, and at the midpoint of the learning

project.

18 | . . . e
Tough's most recent study investigated the learaing activities of a
small group of adults. Intensive, probing interviews revealed that these
adults spent an average of 700 to 800 hours in deliberate learning projects

per year. Approximately two-thirds of this learning was self-planned.

None of the carlier studies uncovered as much self-planned learning as
was found in the Tough study. Basically, these earlier studies uncovered

only the learning efforts that the person could recall fairly quickly and



easily. 1t was undoubtcdly casicr to recall a course or conference cr dis-.
cussion group than it was to recall h;st—ééif-plnnnud learning efforts. For
this reason, meny self-planned projects probabiy remained undetected in pre-
vious studies. The interview schedule Tough designed called for a probing
interview with the learner., In his Interviews, he used long lists of subject
matter 3nd'1earning methods to stimuiate recall. Instead of asking only one
general question, he ‘tried several different wayvs of asking the person to
recall additional.projects. A two-hour interview was devoted exclusively to
discovering all the person's learning projects during the preceding year, and
to gathering certain basic data about these projects. Despite his intensive
efforts, Tough reported that "interviewers felt they failed to uncover all of
the learning projects in somc¢ interviews and that perhaps self-planned learn-

19

ing is even more common thar our figures indicate."

Findings from Tough's study suggested that a large segment of our popu-
lation does not use the traditional approaches to learning. The samples used
by Tough were very small, however, and not all of them were chosen on a com-
pletely random basis from a large population. Despite the inadequacies of
the samples, the data were encouraging enough to indicate that further research

on self-planned learning could be valuable.

- Since Tough's exploratory study in 1970, seven studies which utilized
Tough's design have been completed and one exploring the learning projects
of elderly adults is underway in Ncbraska.20 Six of the seven completed
studies covered a period of twelve months prior to the interview and described
learning efforts in all aspects of tHe responcents' lives. Fair21 concen-~
trated on the learning efforts of first year elementary teachers. Since his
study included only the learning efforts of teachers in their roles as begia-
ning professionals and covered a period of six months prior to the interview,

data are not included in the summary of studies.

The Tough study included sixty-six adults from seven populations--blue-

collar factory workers, women and men in jobs at the lower end of the white-



coilar scale, beginning clementary school teachers, municipal politicians,
sucial science professors, and upper-middle-~class women with preschool child-
ren. McCatty22 studied a random sample of fifrv-tour professional men in a
suburb of Toronto, Canada. Johns23 studied the learning activities of a ran-
dom sample of thiytyv-nine sracticing pharmacists in the Atlanta, Georgia mut-
ropolitan area. Denys24 has investigated the learning projects of forty
African professionals (sc¢nior managers and teachers). Johnson25 studied the
learning projects pursued Sy a stratified random sample of forty adults who
had earned an adult high school diploma or a highi school equivalency certi-
ticate during 1970~71 in Fort Lauderdale, Florida. Coolican26 investigated
the learning projects of forty-eight Syracuse, New York mothers whose cldest

child was not yet in school.

The University of ’I‘ennessee,27 uncer contra:xt from the ‘Tennessee Valley
Authority, investigated the learning activities of a random sample of &1 4T
adults in both a rural ard an urban county of East Tennessee. This study was
not only the largest one undertaken to date but also the onlv one that used
a random sample from the general population. The design of this study dif-
fered from the others--interviewees were asked to recall ail learning projects
undertaken during the twelve months prior io the interview, but data were
collected for only one of the learning projects reported. This limitation of
comparable data is a setback because this was the first study utilizing :
Tough's design that had not only a random sample from the general population
but also a sample 1a;gc enough to statistically measure the extent of associa-
tion between personal characteristics of the learner and the extent of learn-

ing activity undertaken.

Major Findings From Research Studies Which
Focus on the Individual Learner

A summary of the major findings from seven studies is presented in Table
1. Each study utilized Tough's design and described learning efforts in all

aspects of the respondents' lives in the twelve months prior to the interview.
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comparisons masi netectheless be cautious and tentative at this stage.
«The swudies varied in their populations and methods of sample selection. "The
oniy studv which was a survey of the general adult population has limited
daca. No coefficients of interviewer veliability were established amony
the variods interviewvers engaged in the seven studies. With these limitati-ne
in mind, the following teniative conclusions are set forth regerding the

Q 1 ctivities of adults.
learning activit f adult

Fxtent of learning activity
uncertaken in the past year

In measuring the extent cof learning participation, two dimensions were
considercd--the number of learning projecis undertaken and the estimated num-
ber of hours spent. Tough found that his subjects organized their learning
efforts around .learning projects--defined as a series of related episodes,
adding up to at least seven hours. In each episode the person’'s primary

. . . i 28
intention was to gain knowledge and skill and retain it for at least two days.

Tough reported a participation rate of 98 perceat. The other six studies
sup,. vt this finding that although the degree of participation varies, almost
every adult undertakes learning activities in any given year. The number of
learning proj~cts uidertaken by the "typical adult" in a twelve month period
ranged from 3 in the Tennessee study of the general population to 13 learning
projects for the study sample of gdults who had earned a high school diploma

or equivalency certificate one year prior to the interview.

Some clear differences exist among populations in the number of hours
spént in learning activities. Thesc differences also exist within the same .
population. The number of hours ranged from 167 for the typical young mothet
in the Coolican study to 1244 hours spent by the average executive in McCatty's
study. Denys was the only researcher who employed a learning aciiv’ty diary
to check the validity of the time estimates elicited in the interview. He
reported that diary data yielded evidence that the respondents' time esti-

mates in his study were conservative,

12



coolican set the minimum time imit for a learning project at onc hour
rather than the seven hour limit used in the other studies. - Her data indi-
cated a phenomenon of "quick learning'--completed projects which could be
1eafned in less than seven hours and active projects undertaken which would

. . 3
undoubtedly develop inte 1 aper projects. 0

It appears the major juestion is no longer participatior vs. non-parti-
cipation. Almost wveryone undertakes learning projects to some degree. The
major focus now should be on questions related to differences in degree of
participation, the issue of difference in quality, and how to make this

learning better.

Learning for credit

Credit was defined -to include both academic credit and certification.
Academic credit included those learning efforts receiving credit towards a
high school diploma, a certificate from a business school, or a college
degree. Certification included learning projects undertaken to pass a test
or examination, toward some license or driving test, or toward some require-

ment or examination related to a job.

Tough's study31 found that only 0.7 percent of all the learning projects
were undertaken for credit. With one exception, data from the other studies
were consistent with this evidence that learning for academic credit and
certification forms only a small portion of all adult learning. Johnson's
study32 of recent high school graduates reported 23 percent of the learning
srojects undertaken were foi credir.. His subjects Weie involved in more for-
mal schooling than the averjge adul t——community colleéb, full-time vocational
programs or job advancement training mandatory for employment or state

licensing.

L

and motivation of particpation in formal education, the question is what

Since certification and credit are considered to be powerful outcomes

-

13
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ceability do vertasication wad vadit have for adatt education?  How
should adult cvducation be organized--around institutions, credit, and creden-
tials or around learners?

am

Major planner

Prior to undertaking a learning project, the¢ learner himself had to
decide whether to proceed with the learning project and what (generally)
should be learned. Another basic question he faced at the beginning of a
learning project was who would be responsible for the detailed planning--what
and how he should learn during each episode. Tough adopted the label
"planner" to refer to the person or thing that did most of the detailed day-

to-day planning in the learning project.

He defined the conéept of planner33 as the person or thing responsible
for the majority of the learning episodes of a learning project. The planner
Qas responsibie for more than half of the detailed day-to-day planning énd
deciding in a learning project. The planner made the najority of the deci-
sions about what to learn (the detailed knowledge and skill) in each learning
episode, and/or about how to learn (the detailed strategy, activities, and
resources). In addition, the planner may hav~ also decided when to -begin
each .learnirg episode, and the pace at which to proceed. The concept of
planner was intended to cla2ssify the source of the plans and decisions, not

motivation or subject matter.

Tough distinguished four types of planners that were possible from the

learner's point of view:
P

1. Self-planned learning. In some learning efforts the learner himself

assumed primary responsibility for planning not only the why, but also
the what and how to learn, when to learn, and where to learn. He might
seek help and advice nbout these decisions from a variety of individuals
and materials, but he retained the control of and responsibility for

deciding what resources and activities to use each time.

14



2. Hruup-élunqﬁghj}:{glin". The loarner might decide to attend a group and
‘let the group (or its leader or instructor) decide what aps how to
learn. The group must have a minimum of five prrsons.  Lka~mpies included
a course, workshop, conference, or informal group of people with comm::

interests,

3. One-to-one learning. 1In some learning efforts, the plaunning and deciding

of what to learn .und in.what order was handled by one person, who helped
the learner in a one-to-one situation. That is, there was one helper

(or instructor, teacher, expert, or friend) and one learner. These two
persons interacted., usually face-to-face, although it could be by tele-~
phone or correspondence. Even if as wany as four learners were receiving
individualized attention from one other person at the same time, it was

included in this category.

4, Resource-planned leaxying. In these learning projects, the major part

of the detailed directions as to what to learn and what to do at each
session resided in some material resource (e.g., a programmed instruction
book, a set of tape recordings, or a series of TV programs). The learner
followed the programs or materials and they told him what to do next.
Tough called this planner type a nonhuman resource. Other researchoers

have named it object-planned, or inanimate-planned.

In most learning projects, there is clearly a single planner. A few
- learning projects, however, may not be clearly marked by a major planner.
If no one planner was responsible for the majority of decisions, Tough34

classified the learning project in a residual category called mixed planning.

Tough found that 68 percent of all the learning projects in his 1970
study were self—planncd.35 The other studies reported a high Incidence of
sclf-planned learning--ranging from 56 percent in Johns' study of phLarma-

cists to 76 pervent of professional men in MeCatty's study.
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uroup=piaancd prejects ransed scecond in all studies with a range oi 11
to 16 percent except for recent high school graduates~-23 percent of their
iedarning projects were group-planned. Indlviduslly-planned projects account.od
ror v to 14 percert. Those plamned by on inarimate resource (pregrammed
learning, tape recordings, or televis.on series) included 1 to 5 percent
except for Johns' sunjectsy he reported that 19 percent of the projects under-
taken by pharmacists were resource-planned. The large number of continuing
cducation programs available on cassettes in the Atlanta area may explain why
tihis population had a higher percentage of resource-planned projects.

\

Traditionally, adult educators hove been concerned ohly with the phase
of adult learning that takes place in organized programs gp institutions.
Self-planned learning seems to be an extensive activity; iﬁ may become even
more prevalent. It may turn ougito be a very efficient wayifor adults to
learn skills and knowledge that are needed. Thus, adult educators can no
longer subscribe to the belief that self-plaﬁned learning is beyond the range
and responsibility of adult education or other institutions. .Indeed, the
research bas pointed out that persons engaged in self-planned learning need
and want help with their learning. Tnadequate help results in countless

. . . , - 37
wasted hours, Zinapprepriate projects, and inefficient methods.

Subject malter areas studied

Most learaing projects were initiacaed for practical reasons--to acquire
knowledze and skill related to cne's job, home, family, sport, or hobby. The
percentagr: of projects unvertaken in th.: area-. of (1) vocatioral or occupa-
tional conpetence, and (2) home and farily competence appeared to vary with
diffurent groups of .adults. he percentage of féarning projects undertaken
in the areas of (1) public affairs, (2) relipgion, and (3) general liberal
aducation did not vary to auy great oxtent among different groups of adults

and each category 1 a relatively minor position in the overall pattern.
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Primary subject matler resource,

——— = — i

Major method of learning

The Coolican study wa-+ the only one that asked interviewees to name the

ptimary subject matter ressurce for cach learning project. The two resoutrc.r

named most often were individuals--intimates (friends, neighbors, or relativ..;

and paid experts. The third resource named most often was books and pPam-

phlets.

In four studies, data were collected on the major method of learning.
Denys obtained his data by analyzing the type of learning episodes reported
by intervieweces. The other three studies asked interviewees what method of
learning consumed more time than any other in the learning project-—McCatty
asked this questicn for self-planned learning projects only while Johns and
Johnson ashed it of all projects. Practice, reading, and discussion were

the three methods reported most cften.

Summary

These studies have added to the growing knowledge of participation
research that focuses on the individual learaer. They have furthered our
knowlcdgé about the concept of self-planned learning. They have also shown
that the amount of adult learning effort is extensive and that most of it

occurs outside adult education institutions.

The high incidence of self-planned learning raises serious policy
questions for adult education such as:

What are the criteria by which self-planned learning is
education and should be called education?

Should sclf-pianned learning be beyond the range and
responsibility of adult education or other educational
institutions?

What influence should adult educators exert on the

learning process carried on by an individual who can
plaa i% himself? Why should they?
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il self-planacd loaresing being carriced ont is offective,
what grounds do we have for saving adult education has
a role? What should that role be?

Inplivations for fnstitutional Policy

Elementary and secondary cducation

Each study indicated that interviewees had no concept of lifelong
learning. Most people queried in these studies telieved that adult learning
was something that was done in an institutional cetting, in a formally-
organized course or program. The tvypical perception of interviewees at the
beginning of the interview was that they had noF done any learning at all

- during the past year, and that any learning they had done was unimportant or
of low quality. A frequent side effect oé the interview was a heightened
awareness in the participants of their own learning efforts and of the fact
that noninsiitutional environments and resources can contribute substanticlly

to a person's continuous learning.

Subjects did plan their learning activities. Coolican38 repnrted the
deciding and pianning phase of the learning project was quickly pasced over.
‘Subjects lacked criteria for déetermining the adequacy, validity, and suffi-
ciencv of information. Their evaluation skills seemed simplistic. Subjects

seemed to lack knowledge about community resources and how to use them.

Major roles of the formal educational system should be to develop a
favorable attitude towards lifelong learning and to produce learners who are
competent not only to initiate and direct their own learning but also to help
others learn. Involved in the educational curriculum should be learning
experiences which provide the learner with skills in goal setting, in planning

how to go about learning, in where to get help or advice, and in evaluating.
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Sduoe educai ion

One very practical implication from these studics is the potential use
of the Tough instrarcat as an offective pianning tool for analyzing learniag ~
s de of adults.,  Ain't educators could gaoa considerable insight into cli.
neceds and learning stvles oy interviewing representative adults of a taryo
audience as to their learning activities during the past vear. This might
prove to be a more effective method for determining the cducational interests
of new and existing audicuces than use of planning committees which attempt
to involve represontatives of the target audience in decision-making processcs.
The interview teohnique would provide the adult educator with a picture of

the what and why, the how, when, and wbere--the preferred learning styles.

One of the most important implications for professional adult educators
stems from the increasing evidence that adults plan a great deal of learning
for themselves. Learners are doing this themselves without any assistance
or intervention from professional adult educators. It now seems that adult
cducators should be concerned about both the learning process and content of
the learning from a new viewpoint--that oi the self-directed learner. What
should be the role of adult educators in assisting adults to increase their
awareness of .the potential of teaching themselves? It is apparent that one
of the primary aims of adult education should be to help adults understand
the process of and develop some competencies in self-planned learning. . This
can be done by assisting adults with acquiring skills in determining educa-
tional interests and nceds, in selecting and orgénizing learning experiences,

and in evaluating progress.

Research cxperience from these studies indicate that an adult's learning
project is a specific, personal, and individualized effort. This is ancther
reason why the role of institutional adult education, particularly as it
relates to noncredit continuing education, should strive to facilitate the
self-planned learning efforts of adults. The need of reliable subject matter

resources for sclf-planned learning projects challenges the adult educator
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o oancrease thie diversitication in Tpackaging” subject matter (e.g., tapes,
cassettes, single topic newsletter series, television) for individual learn-
ing prajeces.  These need to be available for use in the home. Individuali:od

instruction within gronp-learning activitics needs to be increased alsa.

The lackh of knowledge that subjects had of adult education institution.
reported by Coolican39 indicates a need for additional program promotion and
for .mproving the referral process among adult education agencies. These
important needs could be met through community coordination of adult educa-
tion programs. Such eoordination should include: (1) centralized information
service that goes beyond the listing of classes and material resources to
include facilitators, tutors, and learners interested in a specific topic,
(2) coordinated promotion, (3) coordinated program planning on a community
level, and (4) mechanisms to provide for quality control and program evalua-
tion. This calls for a whole new role and self-concept for adult education
at the very time they are secking legitimacy by emulrting traditional educa-

tional roles.

The cffect of the interview on the heightened awareness in the inter-
viewee of his own learning efforts provides a natural counseling technique
to uncover learning interests--what he would have liked to learn and what

obstacles prevented this.

Group-planned learning activities accounted for only 10 to 20 percent of
the total learning efforts of adults.  Learners perceived that group learning
did not fulfill personal goals; this perception probably was an accurate
description of the way it is. Current education models which invite clients
to a place where many of his planning functions are performed for him must
change. Adult educators cannot continue to believe that they alone know
what is best for the prospective learner. The biggest challenge for adult
educators is to accept this evidence and to take positive steps to obtain

information about specific learners' interests and goals in group-learning
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4i£uutions. Por group-icarning progr:ms which extend over a given time

" period, it is much vasier to make sure that group objectives are compatibi-
with individual objectivesn. Tt is much more difficult to accomplish this

v vne-shot programs which involve large numbers of people. Here, it man

be important to be clear on objectives and then build the objectives into
promotion so prospective audiences can self-select. There is a need to
oxp}ore nc. ~cchniques for building learner goals inco group—planned learniny

_activities.,

Much of the planning for the future carried out by adult education
institutions is on a one-vear basis. It treats the future in much the same
way as the present. Some institutions have been engaged in what is commonly
referred to as "long-range program planning'-~planning four to five years in
the future; however, the future is conceived no differently than the present
except for focusing on some economic and demographic variables. There is
need for comprehensive planning for the future that attempts to relate non-
educational factors in that future to educational policy-making and planning

in the present.

Questions about Alternative Policy Goals and
Assumptions for Adult Education

These studies demonstrated a high incidence of self-planned learning in
the total learning efforts of adults. This poses serious policy questions
for adult cducation. Self-planned learning should not be beyond the range
and responsibility of adult education. There should be some kind of inter-
vention. The major policy questions then are what ar; ;he grounds for
intervention and if the adult educator intervenes in the domain of self-

planned learning, what does he influence and how?

Persons engaged in self-planned learning nced and want help with their

learning. It should be an interest of society to make self-planned learning
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core el ficient and ore clicotive. it is cconomically impossible to develog
institutional adult «ducation programs for c¢veryone as is done for children.

YMor will cvervone wan! to -learn in an institutional setting.

Data from these studies show that learning projects undertaken in
the area of public affairs played a minor role in relation to the total
learning projects undertaken. This raises the question of whether we should
be concerned about cfficiency and effectivenesss only or about what is or
should be learned? What are the grounds for making judgements about what's
to be learned and how it is to be learned?

The little time spent in the planning phase of learning projects indi-
cates a need for assistance in developing skills and competencies in planning.
in knowledge of resources, and in evaluation. The role of adult educators
‘'should be expinded to include not only that of "presenter of subject matter'
but also to include that of "facilitator of learning.'" If that role does
broaden; what changes would be required in competencies adult educators need

and in the criteria used to evaluate adult education institutions?

1f there were to be intervention in self-planned learning, what resources
would be available? One¢ possibility could be the formal adult education
institutions. The leaders in these institutions need to ask themselves
whether they do or should care and why. If they do care, what are they
going to do about it? A second potential resource could be other institutions
not considered primary adult education institutioms but whicn have an educa-
tive role--business and industry, or television arc examples of tﬁo. A
third resource is all those sources not yet operationalized--information net-

works, or mass communication devices such as cable television or cassettes.

Who will decide how resources should be organized and made available?
Is federal support possible for more packaging of timely and relevant subject
matter? Is there a way of dividing up subject matter so different institu-

tions have responsibility for specific areas? Who will decide what is the
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How will i1ocal communities form the coordinating mechanism nceded to
nrpide the necessary counseling, resources, and referrals? Should the fod-
cras government cstshlinl oonew coerdinating institation?  Should there b
federal intervention to provide incentive for institutions to change? What
¢ffect would such changes have on current practices, i.c., how would "count-
ina!' he od : % s f 1 det ire f » f di i v el
ing"” be used as a means of evaluation to determire future lunding 1n a resouvys
facilitator program? From these questions it is evident that there is a

vreat deal more anialysis which has to be done.

Need for Further Research

These studies have added to the growing knowledge of participation
rescarch which focuses on the individual learner. They have developed the
concept of self-planned learning. They have also shown that the extent of
learning effort is extensive. There is a need for future studies to be
directed t» additional arcas of self-planned learning. These studies should
focus on the major questions and issues rather than on questions whether the
extent of learniag activity reported is a conservative estimate or whether

lcarning projects extend over a two, three, or longer period of years.

Instead of focusing osnly on the difference in degree of participatinn
betwewn various groups, there also needs to be a major focuﬁ‘on questions
relaced to differences within groups. Why is it that some adults conduct a
large number of deliberate learning projects, and spend hundreds of hours
doing so? Why is it that others make so little effort to learn? The Cooli-
_can study was the first study of adults engaged in self-planned learning which
attempted to determine the extent of association between personal and socio-
¢conomic characteristics and the measures of learning participation--number
of learning projects and total estimated tiﬁc spvnt.M Further studies are

needed using larger sampl.g to test the validity of the tentative conclusions.

23



Vbl ot ren b L o aaoc . oo pr adennat jon with quantity ot e
Cucoaetivete e g o v aantesd the extent ot learning ceitort rather than the
tent of changes in Fnowledge, skill, or attitades of the learners. A
. coears i study which, measares behavioral change should be undertaken.  la
st might dDeoi e of how mach woas Learned or o how important the »eh
foral changes were (o the learner Lo other:, Comparisons could thea -
“made as to the vatent of behavioral change resulting from learning project .
which were sclf-ntinned, group-planned, individunl-planned, or material

roeo urce=nlanaed.

Lhy is it that group learaning activities did not play a more important
role o the totd! learning efforts? Why is it that material resource~plaﬁn-f
projects plaved such a4 minor role? Why is it that the majority of the planners
irn individually-planncd projects were friends, neighbors, or relatives, not
professionals? What are the main difficulties these amateur planners encount-
ered in their teaching role? What help would they find most useful in im-
proving their fo@CgchnGSS? Answers are needed to all of these questions. .
These studies have added to the knowledge of self-planned learning. R

Since it scvems to be such an cxtensive activity, further research is needed

on the competencles needed for self-planned learning.

More research is also needed on resources. Why is it that learners
rely to such a large degree on intimates (friends, neighbors, relatives)
anc printed materials as re<ources? Why is it that some subjects relied
consistently on the same resource throughout most of their learning pro}ects?
Why is it that adult education institutions are not used as resources to~any

large extent?

These studies have raised as many questions as they have answered. Con-
tributions have buen in specific areas of aduvit lcarning conducted by a
specific population. At this point in time, there is a nced to expand research

focusing on the adult learner. Studies need to be undertaken which will
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oot e s ot e sent whiieh b td upon one ancther. What resoure
“.. be available to facilitate this rosearch?  Who will assume the Toader-

tesponsibilctv? .

concluding Note

The growing bedv of kaiowledge regarding seli-planned learning present:.
a challenge to ‘the ficld of education. ILducators can no longer subscribe
¢» the dogma that self-planned learning fs beyond the range and responsi-
Hioitw of its in:titutione«, in the belief it is an individual activity and
arfords ao opnortunity tor the adult educator to exert influence on the
learning process. Persons engaged in self-planned learning need and want

help with their learning.

What are the ways in which adult educators and their institutions can
come to understand the challenge of self-directed learners? It will require
acceptance of self-planned learning as a viable part of adult education. Tt
will require the assiftancc of the c¢lementary and secondary school system,
more cffective planning, and new supportive policies. If adult educators

understand the challenge, will they meet it?
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